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Abstract
This thesis provides an understanding of pediatric anxiety and provides a
tool for students to learn about their emotions and how to regulate them. In early
stages of adolescence, the effects of mental illness may have already begun to take
effect or are beginning to develop. As a child goes through their early life without
learning how to express and handle emotions in a healthy way, these effects can
worsen. It has been shown that children greatly benefit from social and emotional
learning in school as well as learning about mental illnesses early on to develop
tools to monitor and aid in the regulation of emotions. As a child, I suffered from an
undiagnosed anxiety disorder, and I would have benefited greatly from learning
about emotions and knowing that the way I felt was manageable and not something
to be pushed to the side. I created this book with children like me in mind, who
think that it is “normal” to be nervous and scared all of the time and have no idea
what to do with their overwhelming emotions. In my project, I will navigate the
understandings of adolescent mental health and use this understanding to author
and illustrate a children’s picture book centered around a little girl learning how to
handle her generalized anxiety disorder through discovering tools and language to
manage the symptoms she experiences. The completed book functions effectively in
and out of a classroom as a tool for children to understand anxiety. This project also
includes a reflection on the process of creating this book and the contextualization
of this book in the genre of pediatric mental health issues and children’s literature.
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Contextualization
Up until the late nineteenth century, there were essentially no books
specifically designed for children to read. Before then, children were expected
to read texts that were not developed for or targeted at their learning level. It
was not until the development of the printing press that children’s literature
became more widespread, aided by the introduction of illustrations, but even
today, children are still often pressured to move past picture books and onto
chapter books while they are still developing print awareness and decoding
skills. The article “Children’s Book Illustrations: Visual Language of Picture
Books” by Hana Hladíková (2014) outlines the process of creating and
illustrating a picture book to convey meaning. The author starts with a
discussion on the purpose of illustrations in a picture book. First, illustrations
offer a visual reference for the reader to understand the world being
developed in the story and aid in vocabulary development. As a child engages
with a picture book, they are able to decode words and phrases with the
assistance of visual references. These illustrations are often supplemental and
complementary to the written work to create a cohesive story that is
comprehensible for the student (Hladíková, 2014). By creating images that
elaborate on the text and vice versa, the author and illustrator are able to
make a work that furthers childrens’ learning and engagement with the story
4

and its elements. The illustrations can be supplemental, adding to the written
text, as well as complementary as they give pictorial reference for the text.
A key element of illustrated children’s books is to help children
experience the world and make sense of their place within it. In Bishop’s
article “Mirrors, Windows, and Sliding Glass Doors” (1990), this concept is
discussed in-depth as the author uses the metaphors of mirrors, windows,
and sliding glass doors to convey the relationship between a child and the
text they are reading. A window is when a child reads a book and is able to
look onto the view and experiences of someone else. A sliding glass door is
when this ‘window’ is walked through and the child is able to explore or put
themselves in the shoes of the characters in the story. When a book is a
mirror, a child is able to read it and see themselves and their identity
reflected back to them (Bishop, 1990). All three types of views are critical to a
child’s development and understanding of their place in the world.
When a student is able to look in a book and see the experiences of
others, they develop an understanding of the world around them and learn
skills of empathy and relational awareness. These skills are developed further
when a student is able to “walk through” the book and experience the
character’s emotions as if they were their own. Hladíková states a similar idea
in that, “Picture books often trigger children’s imaginations, which aid
5

children to think of new ideas and bring new possibilities into their lives, both
immediate and up-coming.” (2014). Children consuming literature allows
them to not only imagine these new possibilities, but also reflect on what they
see in their own lives through mirrors, or to visualize entirely new concepts
in a manner that is developmentally geared towards them in sliding doors
and windows.
Mirrors show children that their experiences, culture, values, and lives
are worthy of being written about and spoken of. There is a discrepancy with
the number of picture books and the number of mirrors children are able to
find in them, as a large portion of books are written about white, financially
upper class boys (Bishop, 1990). It may not be noticeable that this
discrepancy exists if you are not the one being underrepresented in the
media. Hladíková touches on this when she discusses the design of a
character as an integral part of conveying the story to a reader. This
consideration is critical when an author and an illustrator plan the impact of
their story as it relates to the reader’s sense of self. Bishops reflects this
thought when she writes, “When children cannot find themselves reflected in
the books they read, or when the images they see are distorted, negative, or
laughable, they learn a powerful lesson about how they are devalued in the
society of which they are apart.” (Bishop, 1990).
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It is obvious to most that the content, both word and image, are critical
to a picture book, but the layout and composition of a book is also essential to
the effect the author/illustrator wants to convey. Hladíková discusses the
importance of this layout, recommending the common practice of
storyboarding for an illustrator and author to combine their ideas and create
a cohesive layout. In the article, “Picturebooks as Aesthetic Objects” by Sipe, L.
R. (1998), this layout and formatting is discussed in-depth to provide authors,
illustrators, and educators with an in-depth explanation of choices that must
be made to present their work in a way that conveys their meaning most
directly. According to Sipe, “each part of the picturebook functions as a sign
and has the potential to contribute meaning to the book” (1998). This author
places meaning in each aspect of the picture book as it creates a cohesive
story. The visual literacy of picturebooks ties in with print awareness
development as it explains the purpose of the design of books and the study
of this allows educators “to assist us in returning to any given picturebook
with the power of seeing and feeling more intensely, thereby increasing our
pleasure and capacity for wonder” (Sipe, 1998).
The artistic choices of an illustrator are discussed by Palo, A., &
Nordenstam, A. (2021) in “An Artist and a Writer: YA Literature by Anna
Höglund'' as they dissect the allusions and references made by the
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accomplished picture book author and illustrator, Höglund. This author
creates picture books that focus on thematically heavy topics, such as
loneliness, isolation, coming of age, futility, yearning, and identity. These
books portray these themes with the aid of illustrations to convey meaning to
the reader and deepen their understanding. Höglund uses illustrations in a
synergistic manner, both complementing and contrasting the text to provide
meaning that one cannot exist without the other.
The portrayal of images in picturebooks can be formatted to evoke
emotion in the viewer as well as the content of the images. Sipe notes on this
that, “When an illustration breaks the frame, it is as if it is struggling to
emerge from the restraint provided by the frame” (1998). This technique can
be used to portray heightened emotions such as panic as color bleeds out of
the imagined frame of text. Höglund conveys the stories in a way that
reframes common emotions, often negative ones, into an unfamiliar context
to provide a window effect (Bishop, 1990) on the story. “What a picture adds
to the story and what the words leave out, is key” (Hladíková, 2014). This
quote quickly summarizes the importance of the relationship between text
and image in a picturebook.
As young readers develop decoding skills, it is paramount that there
are pictorial references to aid in the conveying of the story being read as “its
8

pictures introduce and explain the world to children in a comprehensive way
even before they are able to read” (Hladíková, 2014). For example, if a child is
reading a story with new or unfamiliar themes and vocabulary, having a
visual representation of what they are reading will assist in their
comprehension of the text. Children can also benefit from these visual aids as
the story is read to them by an adult to further engage and understand the
concepts the story is presenting.
Picture books also provide young readers with a basic reading skill—
that is often overlooked by adults as it is a skill developed very early on—as
“picture books require a certain amount of interaction from children; at the
very least they have to turn the pages… Picture books are built in sequences
that link pages together” (Hladíková, 2014). Print awareness is a skill
developed through physically interacting and engaging with a book. In the
earliest stages, it is as simple as flipping from one page to the next, then
moving from left to right, and eventually understanding the parts of printed
books. Sipe agrees with this concept, stating, “Picturebook illustrations are
not intended to be viewed separately, but in a certain order; this order
constitutes the visual narrative of the book” (1998). Picture books provide a
needed support for young readers developing print awareness as the images
progress from one page to the next and must be viewed sequentially to bring
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any meaning from them. This process requires active engagement from the
reader in the form of, at the very least, turning the page.
Picture books have, in recent history, become tools to communicate
complex and serious topics with readers of all ages in a format that allows for
better comprehension and connection. The topic of anxiety is a heavier theme
to discuss, and Höglund expertly demonstrates creative ways to approach
this. When reading, connection-making skills and decoding are key to
understanding her text so that the reader can draw meaning from the
relationship between images and text. The use of allusions to famous
artworks in Höglund’s deepen the connection between text and illustration,
but understanding is not lost when the reader does not recognize the
allusions.
To create a text that conveys the intended meaning and creates both a
sense of defamiliarization with simultaneous recognition of events, “the text
and the picture interact in a way that enhances both” (Palo, A., & Nordenstam,
2021), providing automatic decoding references. When writing a story on a
heavy topic such as anxiety, it is essential to provide defamiliarization
experiences where students are able to recognize aspects of the story and
reflect on their own life without becoming upset by the weight of the topic
and improper communication of emotion. By creating a mirror for their
10

emotions, children who are facing difficult situations and emotions, such as
anxiety, can see themselves in literature and understand that they are not
alone in their struggle or ostracized because of it. Students who may not have
these same struggles are also given the opportunity to see through a window
to these struggles played out and can develop empathy by stepping through
that sliding door (Bishop, 1990).
Pediatric anxiety has only been identified in the DSM-V in relatively
recent years. Generalized anxiety disorder, or GAD, has four criterion for
diagnosis: excessive worry more days than not for a span of more than six
months, worry is often uncontrollable, physical symptoms (including
restlessness, fatigue, concentration, concentration difficulties, irritability,
muscle tension, and sleep disturbance), and that anxiety and/or physical
symptoms bring distress or impairment. To diagnose adolescent GAD, these
criteria must all be present in order for diagnosis (American Psychiatric
Association, 2013). This becomes difficult when children experience and
convey worry in other ways than adults, but it is commonly observable when
children interact with their caregivers. Children with anxiety will ask more
‘what if’ questions and need more reassurance than most children. (Cho et. al,
2019).
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The statistics of diagnoses of anxiety in adolescents vary depending on
the study, criterion, and “Data aggregated across multiple studies do not
consistently yield a clear picture regarding age-related trends in prevalence
rates of GAD.” (Cho et al, 2019). According to Cho et al. (2019), percentages of
prevalence vary from .1%-11% in adolescents aged two to twenty-one, and
there is no clear development of varying anxiety diagnoses based on age
group. This differs from the information collected by Strawn et al. in 2020,
where the authors state that different anxiety diagnoses differ based on the
age range of the study group. Methodology and approach to diagnosis
regarding the criterion outlined in the DSM-V can cause the range of statistics
presented.
Pediatric anxiety is most commonly diagnosed in girls (Strawn et al.,
2020) , and can be identified before a child turns two (Cho et al., 2019). Both
of these groups of researchers agree that common cognitive indicators of
anxiety are decreased fear extinction, withdrawal from activities with a
perceived threat, specific phobias, separation anxiety, intolerance of
uncertainty, and fear learning. Many children experience fear-learning as they
observe trusted others display anxiety and then learn to copy it. This shared
anxiety can be genetic, as GAD is more often genetic than not (Cho et al.,
2019) but it can also be a learned response or the parenting style
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demonstrated by the care providers of a child. For example, if a caregiver
displays anxiety about a situation or prevents their child from doing things
based on their own anxiety, a child is more likely to copy these behaviors and
become fearful of these situations (Strawn et al., 2020).
The study done by Cho et al. (2019) found that adolescents with GAD
and other anxiety disorders “are more likely to report “negative beliefs about
worry”-- reflecting a perception that their worries are excessive,
uncontrollable, and impairing— than those with other anxiety disorders.”
(Cho et al, 2019). This notion builds guilt and shame around the emotions
that a child is experiencing, and can cause them to withdraw from situations
more readily and avoid the experiences altogether to avoid these added
negative emotions. There has also been a noted belief in these children that
their anxiety provides help as it prevents them from the situations after it has
‘proven’ to be helpful to the child after this prevention (Cho et al., 2019).
The cycle of anxiety is difficult to escape from, but psychologists have
discovered that the most helpful treatments for those dealing with anxiety
include SSRI/SNRIs and cognitive behavioral therapy (CBT). Parents are often
hesitant to start young children on medication due to side effects and the
stigma around being medicated to treat mental health, so cognitive behavioral
therapy is a more common practice for treatment of pediatric anxiety. CBT is
13

a “well-established” treatment for anxiety as it is easier to access and practice
and avoids the side effects and stigma of SSRI/SNRI medication. This method
of cognitive behavioral therapy focuses on cognitive restructuring through
exposure tasks where the patient faces the, in the case of anxiety, anxietyinducing scenarios in a controlled environment. This is a frontline
intervention with limited side effects that is accessible for young children and
families who are willing to try alternatives to medication. By engaging in
these exposure tasks, which show the steepest improvement, patients can
practice confronting stress in an effort to develop tolerance to activities and
situations that are causing anxiety (Strawn et al., 2020).
One of the most critical aspects of managing anxiety, especially with
children, is being able to name it through developing an understanding of
emotions. A child may not be able to effectively communicate their feelings of
worry, anxiety, and panic if they do not have the vocabulary to do so. Giving a
name to a feeling is the first step to understanding and regulating that
emotion, and Leah Kuyper does so with her Zones of Regulation (2011)
framework. This curriculum is a widespread tool among school systems that
was made to provide young students with vocabulary and self-awareness in
an effort to develop a sense of self-care. This framework defines four zones
based on color: blue (sad, bored, tired, sick), green (happy, focused, calm,
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ready to learn), yellow (worried, frustrated, unbalanced), and red (angry,
panicked, overwhelmed). These can also be remembered through the
association with stop lights (green means go, yellow means slow down, and
red means stop) and “Rest Area” road signs, which are blue. This connection
reminds students what they need to do in each zone. This gives students a
way to communicate their emotions in simple terms, such as, “I’m feeling blue
zone today,” to become more in tune with their feelings and learn to regulate
them appropriately based on the road sign associated with their zone. This
framework also prevents students from increasing frustration when they are
unable to name their emotion.
A child cannot be expected to accurately name all of the criteria
outlined in the DSM-V (American Psychiatric Association, 2013) to describe
their own feelings, or possibly even define their emotions, including anxiety,
as an adult might. Cho et al. states that, “Worry has been defined as a
repetitive chain of thoughts and images about potentially adverse
consequences of issues that present with some degree of uncertainty” (Cho et
al., 2019), which is another phrasing that is inaccessible to young children.
Most children are also unaware of what the threshold is for anxiety to
transition from a typical amount to an atypical amount. This is where
Kuypers’ Zones of Regulation come into effect. A child might be experiencing
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anxiety in the way that it is defined in the DSM-V, but could not be able to
identify it. Using Kuypers’ model, this child could instead say, “I am feeling
yellow zone,” or, for a more elevated state of panic, they could reference the
“red zone.” This foundational concept of understanding and regulating
emotions can allow children to manage their symptoms of anxiety and other
mental health related symptoms by providing the language to communicate
with adults and peers.
The framework also allows children to develop metacognitive skills of
self-awareness as they monitor their own emotions. The encouraged
communication of said emotions can also help children, and the adults they
are in contact with, track the regularity of varying emotions. For adults in
care of these children, tracking these feelings becomes essential when
determining if a child is experiencing frequent or heightened feelings of
anxiety and pursuing a diagnosis for anxiety. This is essential as students
grow and learn more in-depth awareness of their feelings as they proceed
through adolescence and into adulthood. When “children and youths with
GAD are more likely to report ‘negative beliefs about worry’-- reflecting a
perception that their worries are excessive, uncontrollable, and impairing—
than those with other anxiety disorders” (Cho et al, 2019), it is critical that
children are given tools to communicate these feelings without developing
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the sense that they are alone in their emotions. Mental health issues often
make those experiencing them feel alienated from others, even if they are
struggling in a similar manner. The universal language of the Zones of
Regulation provides a common ground for children to communicate their
emotions and potentially find that they are not alone in the way they are
feeling.
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Creating the Book
Personal Connection
Growing up, I spent the majority of my time being scared or nervous
about something. Whether that was what loomed in the shadows of my
bedroom, what my teachers would do if I spelled a word wrong, not playing
too roughly in fear of breaking my neck, praying that my nightmares would
stop so I could sleep peacefully, and even not going to the bathroom at school
because I thought people would tease me about it. I thought that these were
normal things. I thought everyone else at age six had these same thoughts
running through their head of worst case scenarios and “what ifs.”
It wasn’t until late high school when I even heard about the mental
illness of anxiety. I knew about depression and OCD to some extent due to
popular media, but generalized anxiety disorder (GAD) did not come up until
I had been dealing with it for almost my entire life. School never brought up
mental illness unless they were talking about suicide. My parents did not feel
comfortable talking about it because they did not know how to present the
topic without it harming my own mental health and thought that naming it
would “label” me. They also displayed hesitation in validating these feelings
as to not promote the appearance of them. Even now, I find it difficult to
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discuss my emotions and struggles with mental health as I have come to
expect judgment, ridicule, and denial in regards to my own experiences. I had
no language to communicate my feelings, no tools to manage my emotions,
and no feeling of support when it was asked for. When I was six, dealing with
regular nightmares of my family being killed, I did not know that it was not
normal to wake up crying. I would just crawl into my parents’ bed and try to
fall back asleep. These are very real emotions that too many children are
often taught to suppress instead of recognizing them and managing them.
Although the approach to discussing mental health has improved
drastically over the years, schools still regularly tip-toe around the topic and
mostly talk about feelings rather than real issues, which is a good start, but
there is a lot more to the subject than just feelings. I love learning about
psychology, and as a future educator, it would be in my best interest to
introduce ideas to my students, even as young as they are, that will help them
understand their own feelings as well as the feelings of others, through social
emotional learning practices and curriculum. Even if it may not apply to all
students, learning about mental health can benefit everyone. With the
example of anxiety, all children will feel anxious at some point in their life,
and will benefit from learning how to communicate this and finding tools to
calm their thoughts and ground them.
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In my first term of college as an early elementary education major, I
had the opportunity to take a class on diverse children’s literature as a degree
requirement. This class provided an understanding for how an educator
should build a library with all students in mind, not just those most
commonly represented. This class inspired me to create my own form of
children’s literature that I could potentially use in my future classrooms as a
shared reading or as a mentor text for lesson planning on social-emotional
learning. I have been drawing for as long as I can remember because my
grandmother, who played a large part in my upbringing, was an artist.
Reading and writing also became the backbone of my childhood thanks to my
mother, who was a high school English teacher for most of my childhood and
provided me with the privilege of a house full of books. Writing stories and
personal narratives became a form of comfort and escape for me as I grew
older and learned how to turn my feelings into something another person
could enjoy and relate to. To me, it only seems natural to focus this project on
a subject I care about based on media forms that I have been practicing for
enjoyment and improvement my entire life.
Exposing difficult topics, such as mental health, through stories and
illustrations is one of the most effective in educating young elementary
learners as they are able to make connections to the story and create a
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broader understanding through the inclusion of illustrations. While there are
many other mental illnesses I had thought to write about, I decided to focus
on anxiety because it is a topic that is important to me and I would have
benefited greatly from Lottie’s Dinosaur as a child. I hope for there to be a
child that benefits from the story as much as younger me would have.

Planning
When developing the characters for this book, I chose to make the main
character, Lottie, a girl in early elementary school, ages 5-8. This age range
and gender choice were made to reflect the findings of Strawn et al. (2020) as
they discuss that the median onset age of anxiety is ages 6-7 and it is more
common in girls than in boys. I also made this choice based on my own
experiences to prevent any harmful misrepresentation of other ages and
genders, as this age range is when I also began to feel more pressing effects of
anxiety. I also made the choice to design the main character, Lottie, with a
lighter skin tone, again to prevent my misrepresentation of a culture and/or
ethnicity that I am not a part of. This was not a choice I made lightly as Bishop
(1990) encourages authors and illustrators to provide more diverse
representation in books, however, I do not want to promote
misunderstandings in my book. To make a school that is accurately diverse, I
did choose to make classmates and school staff in the book culturally diverse
21

to reflect to young readers what their own schools look like. Or, in the case of
a child who may live in an environment that is not culturally and ethnically
diverse, a window into a school that is diverse. The image seen above is a
preliminary character design sketch of Lottie.
Lottie, the main character, will wear a sweater that has a colorchanging dinosaur on it. The dinosaur sweater changes color based on
Kuypers’ Zones of Regulation (2011). For the
purpose of my book, I will borrow and slightly
modify these color terms to match the need of the
character. Blue, green, and red will remain the
same, but to meet the needs of the main character,
I am going to change yellow to orange. I am
choosing to do so because Lottie’s anxiety is more
elevated than the typical amount of worry associated with yellow, as she has
generalized anxiety. To demonstrate this, her dinosaur will turn a light shade
of orange that can darken to red as she gets progressively more and more
anxious and upset during the events of the book.
As I began the illustrating process, I realized that other characters in
the story could also have color-changing animals on their clothing, too. This
inclusion can help the readers understand that everyone feels emotions, too,
22

and they may not be alone in how they are feeling. For example, in part of the
book, I wrote, “Most of all, Lottie doesn’t like when her dino changes color.
Other kids had animals on their clothes, but they never changed colors when
hers did,” but the reader may notice that throughout the story, other
characters do not always have green animals on their clothes, alluding to the
fact that they may be feeling nervous or worried at the same time as Lottie.
Mental health struggles can oftentimes feel isolating if no one else is
expressing their thoughts and feelings the same way that someone struggling
does. Lottie, like many people, never sees anyone else reacting the way she
does when she becomes anxious because she is not in a headspace that allows
her to do so. This helped me make the choice to have other characters with a
variety of colorful animals displayed on their clothes.
Choosing fears for Lottie was a task of determining what different
anxious triggers can be categorized as. The research completed by Strawn et
al. (2020) outlines psychological and cognitive risk factors that are present in
people with anxiety. Common factors include (but are not limited to): specific
phobias, behavioral inhibition, learned fear, social phobia, and decreased fear
extinction. Based on these common factors and personal experience from my
childhood and working closely with students in this age range, I selected the
following fears/triggers for Lottie to exhibit and name:
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Cartwheels
The fear of cartwheels that Lottie will display is a specific phobia—
where there is a nameable source for her fear— and behavioral
inhibition. Behavioral inhibition means that Lottie will withdraw from
engaging in a behavior on the perceived threat of potential harm. She
does not like that other people do cartwheels too close to her because
she is afraid they will accidentally hurt her in some way, even if it has
never happened before. To make this idea reach more students, Lottie
will also have tried doing one before and fell, scraping her knee badly.
This reinforces her fear of cartwheels.
School Bathrooms
This is another example of a specific phobia and behavioral inhibition
while also including the cognitive risk of learned fear. Lottie does not
like school bathrooms because they are very loud (toilets flushing,
doors slamming, metal trash cans getting hit, and other kids talking)
but also because they are filled with germs. A child around this age,
especially one who grew up during the COVID-19 pandemic, has likely
heard of germs from the adults around them. This fear is not one
imposed on Lottie, but the understanding of germs has led to an
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avoidance of areas where she may be exposed to them to prevent
illness.
Reading aloud
A common piece to anxiety is social phobia, and the inclusion of this
fear has been crucial to the development of this story. Lottie is at an
age (6-7) where students are learning how to read in school but the
level of reading can widely differ from student to student. As students
are developing the skills of phonological awareness and phonics, they
are also expected to practice the skill of fluently reading aloud, which
can be anxiety-inducing for any kid, especially one with anxiety. Lottie
will mention that she enjoys books, but the aspect of reading them
aloud makes her dino turn orange.
The Dinosaur Changing Colors
This fear was chosen as an example of decreased fear extinction and
the intolerance of uncertainty. She knows that her dino only changes
colors when her brain is nervous, and that makes her more nervous.
She seemingly cannot “fix” her dinosaur (turn it green), so she cannot
get rid of the fear unless significantly distracted from it. She’s also
worried that other kids will see that she’s nervous when no one else is
25

feeling that way and that she’ll look silly. Also, when the dinosaur
turns red at the climax of the book, she has never seen that color before
and does not know what it means.
I chose these fears because they are pretty common occurrences in
school and scenarios other kids will be able to relate to when reading this
book, providing a mirror effect with Lottie. These fears, especially for
students that don’t experience anxiety, can act as a sliding glass door or
window as they see into Lottie’s life and understand what is causing her
anxiety. This can help students build empathy and understanding for why
other students avoid things or do not play/act the way they do (Bishop,
1990).
The beginning of this book will introduce Lottie as the main character
by creating a list of things she likes, does not like, and really does not like. At
this point in the book, Lottie has not received the language to describe the
thing she really does not like as triggers, so these will be framed as dislikes.
This also shows that Lottie does not recognize that the anxiety she is feeling
when she is in the school bathroom, for example, is not the same emotion she
experiences when she eats asparagus. After her likes/dislikes/triggers are
introduced, the book will explain Lottie’s sweater by stating what feelings are
associated with the colors. After this background has been provided, the book
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will explain a particularly anxiety-inducing school day that Lottie goes
through. First, someone does a cartwheel too close to her, and though she’s
uninjured, mud gets on her sweater. The dino turns orange. After this, she has
to use the school bathroom, and the dinosaur turns a darker orange. Then,
her teacher tells the class that they will be reading aloud in front of the whole
class, and Lottie’s dinosaur turns red. She does not know what red means. She
then experiences physical symptoms of anxiety, such as shortness of breath,
stomach discomfort, and shaking. To supplement the description of how
Lottie is feeling, the whole page will also turn red.
At this point, the teacher recognizes that Lottie is not doing well and
sends her to the nurse, where she sees the school counselor. The school
counselor walks her through a breathing exercise where Lottie imagines her
finger is a dandelion and she has to blow all of the puffs off of it. Then, the
counselor will ask her to name things associated with the five senses to help
Lottie ground herself and turn the dinosaur back to green. The counselor
provides Lottie with language to explain how she is feeling, then takes her
back to class. Lottie and the teacher develop a plan for what to do next time
she is feeling this way, and a way to accommodate her anxiety in the
classroom so her dinosaur does not turn red again.
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Lottie’s Dinosaur
Finished Book, “Lottie’s Dinosaur” (Text Only)
Lottie likes a lot of things!
Dinosaurs, for sure. They’re her favorite thing ever. She wears one on her
sweater every day.
She also likes stuffed animals, rainy days, and books with cool pictures in
them.
Of course, there are some things Lottie doesn’t like. Thunderstorms and
asparagus, for example.
And there are some things Lottie really does not like. She really doesn’t like
cartwheels. One time, she tried to do one and scraped her knee badly. Also,
other kids also do cartwheels too close to Lottie. She gets scared and thinks
they might accidentally kick her (it’s never happened, but that could always
change).
She really does not like using the school bathrooms, either. They’re stinky.
And noisy. And filled with germs.
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Lottie really doesn’t like reading aloud in class. She prefers reading in her
head where she can figure out the sounds in words so they make sense. That
was a lot harder to do with her classmates staring at her.
Most of all, Lottie doesn’t like when her dino changes color. Other kids had
animals on their clothes, but they never changed colors when hers did.
Sometimes, if she didn’t get enough sleep or wasn’t feeling good, her dinosaur
would be blue. Lottie liked her dino best when it was green. It was usually
green when she was calm, happy, or feeling silly.
Her least favorite color that her dinosaur turned was orange. It turned orange
whenever someone did a cartwheel too close. Or when she had to use the
school bathroom. Or, even worse, when she had to read aloud in class.
Sometimes the fact that it changed color at all made it a darker orange.
One day, someone did a cartwheel way too close to her face. Mud got on her
dino sweater. Her dino turned orange.
Then, she had too much chocolate milk at lunch and had to use the school
bathroom. It was so dirty and loud. Her dino turned a darker shade of orange.
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Then, the worst thing happened. She already had a swishy feeling in her
tummy before her teacher announced that they would be taking turns reading
aloud. In front of the whole class.
Her dino turned RED.
Lottie didn’t know what red meant. It had never turned that color before.
Her tummy felt swishy. Her hands got shaky. She tried to breathe deep to get
her dino to change back to green but could hardly manage a sip of air. It felt
like the walls were closing in and she didn’t know what to do.
Right when Lottie thought she was going to start crying, she felt a gentle hand
on her shoulder.
“Lottie, are you okay? Do you need to go to the nurse?” Her teacher asked.
Lottie really didn’t like going to the nurse but she nodded anyway.
The nurse always had kids coughing or crying there. It didn’t feel like a safe
place to go when her dino was red.
For some reason, the school counselor came to sit with Lottie.
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“Can you hold up your finger like this?” She asked. Lottie held up her finger in
front of her like the school counselor did.
“This is your dandelion, and you need to blow all the fluff off of it. Think we
can do that?”
Lottie shrugged but copied her counselor as she took a deep breath and blew
on her finger.
Lottie did this once, twice, three times until she could take a deep breath
again.
“Good breathing. Now, tell me five things you see.”
Lottie looked around. “I see a sink. A flower. A poster. Paper towels. And a
chair.”
“I see those, too. What are four things you hear?”
Lottie listened. “I hear my voice. The phone ringing in the office. Your voice.
And someone typing.”
“Good listening. What are three things you feel?”
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Lottie paid attention to what she could feel. “I feel the floor. My clothes. And…
My ears are warm.”
“Nice. What about two things you smell?”
Lottie sniffed the air. “Hand sanitizer and the cafeteria food. Today was nacho
day.”
“It sure was. Alright, Last one. What’s one thing you can taste?”
Lottie had to think about this one. “I can taste… My mouth?”
The counselor laughed a little. “Good job. Look at your dinosaur.”
Lottie looked down. Her dino had turned green. She smiled at the counselor.
“You fixed her!”
The counselor shook her head. “She wasn’t broken, she was just anxious. You
helped calm her down by breathing and being aware of what’s around you.”
“Anxious?” Lottie asked.
“That means really nervous. Did something happen to make you feel bad
today?”
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Lottie nodded and told the counselor about the mud on her sweater, using the
noisy bathroom, and then reading aloud in class. How it made her tummy
hurt and made it hard to breathe when her dino turned red.
“Those are called triggers. That means they are things that can make you feel
anxious.”
“Oh. And breathing can make me not feel anxious?”
The counselor nodded.
"When you start to feel like this, with your tummy hurting and breathing gets
hard, you can breathe and take a minute to calm down. If you can't do it by
yourself, you can tell someone you trust, like your teacher, parent, or a friend,
and try these exercises together. Do you think you can do this?"
Lottie smiled. "Yes. I want to feel less anxious all the time."
"I want that for you, too."
Lottie walked with the counselor back to class, where kids were taking turns
reading aloud. She immediately felt anxious again. Before her dino turned
orange, though, her teacher walked over and talked to the counselor, then to
Lottie.

33

"Hey, Lottie, I'm glad you're back. Can we come up with a plan for you to
practice reading in a way that doesn't turn your dino orange?"
Together, Lottie and her teacher made a plan to have reading aloud in front of
the whole class be done with a buddy of Lottie's choice. They also decided
that if Lottie's dino was orange, she could sit at the calm down desk and
practice her breathing.
Lottie's dinosaur still turns orange sometimes, but when it does, Lottie knows
that she has tools to make her feel better and people who can help her.
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Finished Book, “Lottie’s Dinosaur” (With Illustrations)
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Reflection
The process of completing this project has been tumultuous, to say the
least. Shortly after it was proposed, the COVID-19 global pandemic took over
everyone’s lives and I had to move back in with my parents for almost two
years and take a year-long break from university right before I was supposed
to finish my degree. In 2022, when I returned to college, I had become a year
and a half removed from that proposal and many aspects of my life had
changed drastically. Most pertinent to this project, I was diagnosed with
ADHD (a common comorbidity) and found that many symptoms of my
anxiety were shared with this additional mental health disorder. When
approaching this project, I had to reassess my own personal experiences of
anxiety to determine if they were more attributed to ADHD or anxiety and
found the lines often blurred between the two. To assist me, I delved into
research to better my understanding of anxiety and came out with an
overwhelming knowledge of brain structure that was not vital to the
completion of my book. The research often became a productive distraction
to the work of the project and I often found myself dreading the completion of
it in favor of reading about the topics I covered.
The research did, however, serve its intended purpose and allowed me
to better discern my own experiences with anxiety as a child and gave me the
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foundation to create Lottie. Lottie is a girl who I hold close to my heart as she
is based off of myself but is given tools to turn her dinosaur green, which I
could never do. Through developing my own understanding of pediatric
anxiety, most notably in its symptoms, development, risk factors, behavior
effects, and the prevalence among children, I was able to determine the basis
of the fears I had created for Lottie. Lottie experiences a variety of cognitive
and psychological risk factors that affect her daily life without her being
aware that they are affecting her so. She is also almost embarrassed by the
aspect of her anxiety as it is displayed to the world through her dinosaur.
Finding this research allowed me as an author to understand why a child
might possess certain fears and I conveyed this information in the text using
language that is accessible for the target audience of elementary school
students.
As I created this book, I often found myself doubting my artistic talents.
I have been drawing since I was a young child, and a traditional sketching
style is my strongest area of artistic competence. With this project, I certainly
challenged myself to draw in a more kid-friendly, cartoonish way. I have done
this type of art before, but I can never quite get it the way I want it to look,
and this did not change as I illustrated Lottie’s Dinosaur. The illustrations I
created, though not up to the standard I would prefer them to be at, serve
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their purpose to complement and supplement the story. I had created some
preliminary sketches for this book that I was rather fond of, though those
quickly changed as I began the repetitive process of illustrating a picture
book. I included one of these drawings in the Planning portion of this project,
and it is clear that that image was created with the assumption that I could
accurately replicate that design a dozen times or so throughout the book.
This, obviously, did not happen. I could not include the dinosaur-printed
pants and headphones on every single page of the book with any form of
accuracy, so that idea was removed first. I also decided to make the base color
of the sweater purple instead of yellow to better and more distinctively
represent Kuypers’ Zones of Regulation (2011).
As I created the images for this story, I found a surprising amount of
joy in adding in the colorful but simple textured background. I used a
customized brush to create a mottled plaster effect that supports the
portrayal of the emotions discussed in the book without being overwhelming
or chaotic. I also used these to practice framing the art and bleeding out of the
implied frame to convey heightened emotions as described by Sipe (1998).
These backgrounds had not been included in my original plan for the book
and were developed to bring life, texture, and emotion to the pages.
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A factor of creating a children’s picturebook that I had not put enough
thought into before starting this project was the act of getting the words onto
the same page as the illustrations. As you can see, the first half of the book, I
hand wrote all of the story onto the pages. This fit the expository
characteristics of those pages as the text was typically broken up and held
shorter sentiments. The formatting quickly changed as I got to the heavier
parts of the book with vocabulary and content that was grouped together and
lengthier. This change was not intentional at first, however I quickly decided
that it thematically fit the book and was a better tool for communicating the
content of the story’s climax.
The words themselves were also something that changed frequently.
The very first draft of this book was more complicated in its wording, apt for
a more advanced reader but inaccessible to the intended audience. The main
reason for this was that I wrote it in the time I was living with my parents and
not interacting with children on any regular basis. As I returned to the
classroom environment for student teaching, I realized that I needed to
reword the story to meet the reading abilities of elementary school children. I
had the pleasure to student teach in a second grade classroom for my final
year at university, and I, admittedly more than once, practiced reading the
story to small groups of my students to receive their input. It was difficult to
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discuss anxiety in a way that was comprehensive to young readers without
them becoming upset for the characters or confused at the content. Through
trial and error, I was able to produce a book that made sense to my students,
conveyed its meaning, and was ready to be illustrated.
Understanding and recognizing my own mental health has been a
crucial aspect of the conception and development of this project. I could not
have done this project if it weren’t for my anxiety. This thesis has given me
the opportunity to reflect on my own life, not only as someone who struggles
with anxiety, but also as an educator who will interact with students like
Lottie for the rest of my life. Moving forward, I would like to develop lesson
plans around books on mental health, including my own, to utilize in my
future classroom and to support all the little Lotties out there.
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